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Abstract 
This study explores three ESP (English for Specific Purposes) situations at tertiary level in Iran and India: 1. the 
context of Iran which is a Persian-medium EFL context, 2. the context of India with students whose medium of 
instruction has been a language other than English (e.g. Hindi, Telugu, Urdu, Bengali, Marathi, Malayalam, 
Kannada, …), 3. the context of India with students whose medium of instruction has been English. Nine factors 
relating to the learner, setting, means, and situation within the three contexts have been taken into account. By 
analyzing the above mentioned factors and interviewing the students, ESP teachers, and subject matter teachers, this 
paper highlights the importance of localizing ESP course design and the role of teachers in evaluating and 
addressing the requirements of each particular situation and suggests a number of factors that need to be taken into 
consideration in this regard. Material designers draw on a wide range of theories and frameworks. ESP material 
design requires more considerations to satisfy the specific needs of the students. The diversity of contexts, needs, 
means and situations illustrated through this study indicates that no pre-prepared materials can ever meet the needs 
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1. Introduction  
English for specific purposes focuses on the learner and one of the greatest contributions of teaching English for 
specific purposes is the emphasis it puts on the thorough analysis of the students’ needs when designing the course. 
This analysis includes an assessment of the current level of knowledge students possess and determining the target 
situation. The analysis also includes considering the means, students’ learning styles, strategies, language processing 
approaches, social context and educational background. Consequently, in this learner-centred approach, course 
design and teaching often become negotiated, dynamic processes, since needs, expectations and student resources 
vary with each group. This indicates that each particular group in the world is unique, in a sense, and requires a 
particular course which is based on their particular needs, resources available, social context and educational 
background. As Dudley-Evans (2001,p.ix) notes, ‘EAP often tends to be a practical affair, and these areas are 
typically understood in terms of local contexts and the needs of particular students’. Hyland (2006, p.1-2) observes, 
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‘while it involves syllabus design, needs analysis and material development, EAP is now also a much more 
theoretically grounded and research informed enterprise… .The communicative demands of the modern university, 
much like the modern workplace, involve far more than simply controlling linguistic error or polishing style.’ 
    However, these important factors are not often addressed in ESP course design in all academic settings. In some 
parts of Asia, ESP teachers and students are consumers of the courses designed by other people to address the needs 
of other students. And in some parts where teachers design their own courses, this is not based on a thorough 
analysis of the above mentioned factors. This is a crucial issue that needs to be addressed in our profession. This 
paper is an attempt to provide some insights in designing ESP courses by exploring and analyzing the status of  ESP 
course design in Iran and India. This analysis and evaluation is accompanied by some theoretical rationale and some 
practical proposals and frameworks are suggested to solve some of the problems that ESP practitioners face in Iran 
and India. In doing so, the study provides reasons for discrediting one-size-fits-all approach in designing ESP 
materials and courses. This can certainly have implications for ESP course design in the rest of the world. As 
Spector-Cohen, Krischner, and Wexler (2001) note: ‘any solutions to such problems must address context-specific 
factors as well as broader theoretical issues’. 
2. Context 
2.1. Education system in India 
India has tried to give almost all languages a chance to prosper. Students in all states of India can choose to study in 
their local languages, Hindi, other modern Indian languages, or English (three-language formula). So, at university 
level where the language of instruction is mostly English, one can expect students with a large variety of educational 
backgrounds with regard to language and general curriculum. In one class there may be students coming from an 
English medium of instruction and a lot of students with non-English medium of instruction. Both groups may have 
a mother tongue other than their language of instruction. The following are some possibilities: 
 
  mother tongue                language of instruction                                  language of instruction          
                                                      at school                                                             at tertiary level 
---------------------------------------------------------------------------------------------------------------------------------- 
1.Telugu                                  Telugu                         mostly English(especially for professional courses) 
   Telugu                                  Hindi                           mostly English(especially for professional courses) 
   Telugu                                  English                        mostly English(especially for professional courses) 
2. Hindi                                   Hindi                           mostly English(especially for professional courses) 
    Hindi                                   English                        mostly English(especially for professional courses) 
3. Urdu                                    Urdu                            mostly English(especially for professional courses) 
    Urdu                                    Telugu                         mostly English(especially for professional courses) 
    Urdu                                    Hindi                           mostly English(especially for professional courses) 
    Urdu                                    English                        mostly English(especially for professional courses) 
………….. ...                         …………...                                   ……………………. 
 
     English-medium schools of varying standards (locally known as ‘convent schools’) exist in most cities and 
towns. Some of these schools insist that students only speak in English within the school premises. In other schools, 
English is taught as a subject within the curriculum. The teaching of English in India is still fraught with a multitude 
of difficulties and obstacles. Sheorey (2006, p.16) expresses his surprise to see, on the one hand, how little certain 
aspects of teaching English had changed since 1960s and 1970s and, on the other hand, how an almost universal 
interest has developed among students in learning English. Regarding the teaching of English in India, Both 
Ramanathan (1999) and Atkinson (1999) report: (a) that a considerable amount of classroom teaching of English is 
driven by the external examinations conducted by the universities; (b) that students who come from vernacular-
medium schools consider English a difficult subject and are often taught through grammar-translation methods 
which ignore spoken English; and (c) that English teachers are often divided between language and literature wings, 
with few from either camp specifically trained to teach English language skills. At college level as Sheorey (2006, 
p.19) observes, apart from a lack of instructional resources_ a general problem in a number of developing countries_ 
these difficulties are also caused by administrative and pedagogic conservatism that has often been the bane of the 
Indian education system. Meanwhile, not everything is full of gloom and doom with English language education in 
India. A number of textbooks which emphasize the use of practical and functional aspects of English are being put 
to use by influential institutions of higher education such as EFLU (previously CIEFL)  and University of  Pune, and 
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increasing numbers of teachers are being trained in modern approaches to functional language teaching. EFLU 
(English and Foreign Languages University) has developed specialized department for material development, too. 
2. 2. The status of English in India 
English has taken deep roots and spread wide in India. It is India’s language for national and international business, 
commerce, diplomacy, education, fashion, government, industry, politics, science, technology, etc. Now English is 
not just India’s “window on the world”, today it is India’s virtual highway to the IT and other markets. IT workers 
from India have the advantage not only of skill and wage, but also of language. The use of English also varies 
significantly from region to region (more urban than rural, more in the South than in the North, etc.). Nevertheless, 
as Sheorey (2006,p. 14) puts, in the general educational discourse of India, to be ‘educated’ is commonly considered 
to be English-literate, and that alone speaks volumes for the prominence of English as a language of general mental 
and intellectual cultivatedness in India. Furthermore, certain prestigious institutions in India such as EFLU and 
regional English institutes throughout the country, all supported by government funds, are proof that even the 
government of India at least supports, if not encourages, teacher training and research in English.   Some quality 
work is also afoot. Syllabi are under revision and foreign students are also joining English language streams in 
Indian universities. With a little better effort India can easily be the leading provider for English language needs in 
Afro-Asian countries.  
2.3. The education system in Iran 
In Iran, students who come to university share the same background with regard to language of instruction and 
general curriculum. The language of instruction at all levels (primary, secondary, and tertiary) is Persian and the 
variety of their mother tongues is very small compared with India. Students receive English instruction at the age of 
twelve for seven years before they go to university (English is taught as a subject within the curriculum). However; 
language teaching at secondary level in Iran has been so inefficient and has emphasized gaining knowledge about 
language rather than using the language for genuinely communicative purposes. As a result, students lack the ability 
to put the language they learn to use outside the language teaching context. Moreover, students with limited L2 
proficiency, which is due to the shortcomings of ELT in Iran, are required to embark on EAP and ESP courses and 
to read content-course bibliographies in English which presupposes extensive background knowledge. This 
compounded problem is particularly acute in the first years of undergraduate programs, since students are not 
familiar with the academic jargon and conceptual issues of their respective fields. At university, they take a three-
credit general English and, then, a two- or three-credit ESP course at undergraduate levels and another three-credit 
ESP course at post-graduate levels. EAP/ ESP instruction in Iran, does not require merely more instruction, rather, 
more importantly, it needs a different instruction. To meet these expectations, the First National Conference (2005), 
organized by the Foreign Languages Department of SAMT_ the Center for Research and Development in 
Humanities_ was a turning point. SAMT, as the only national body in EAP materials development proved its 
determination to revitalize and upgrade the status of EAP/ESP in Iran by organizing such a comprehensive 
conference and, then, establishing specialized committees of committed professors and supporting them in 
undertaking pioneering projects. This initiative by SAMT has been encouraging and promising.    
2.4. The status of English in Iran 
The language of instruction at all stages of education is Persian. Iranian students do not appreciate the importance of 
English in their immediate context because English is not a decisive factor in their career and social life. Even in 
education it is not a means of achieving superiority as it is in India. Students’ exposure to English, to a large extent, 
is restricted to English classes. English as a Foreign Language (EFL) in Iran offers students few chances to use 
English in their daily lives outside their English class. Therefore, issues related to motivation, effort, improvement, 
interest, goals, speed of acquisition and even the necessity of learning the language are much more complicated in 
EFL context. However, considering the growth of international relations of Iranian society with other nations and 
the extended interest towards today’s growing technology and science throughout the world, learning English 
language as an international language has found a greater importance compared to previous years. Increase in the 
numbers of language institutes and their students also increasing interest of parents for their children to learn 
English can be a good evidence for the recent value of English language in Iran. 
3. Methodology 
This study investigates three different situations (at tertiary level) in two countries, Iran and India, to get some 
insights for ESP course design: 
1. the context of Iran which is an EFL context and the language of instruction at all levels is  
   Persian, 
2. the context of India with students whose medium of instruction has been a language  
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    other than English, e.g. Hindi, Telugu, Urdu, Bengali, Marathi, Malayalam, etc.,  
3. the context of India with students whose medium of instruction has been English.  
The research analyses factors relating to the learner and setting as elaborated by McDonough and Shaw (2003, pp. 
4-8), and means and situations as elaborated by Dudley-Evans and St Johns (1998). The data was collected through 
the analysis of the above mentioned factors, analysis of ELT and ESP books and materials, interviews, and by 
consulting the literature on the contexts under the study. The people who were interviewed were students(n=225), 
ELT and ESP teachers(n=56), subject matter teachers(n=23), and graduate professionals(n=70).  
4. Results and discussion  
The analysis of the three contexts under the study reflects great differences and can provide ESP practitioners with 
some insights and implications. One factor that needs to be taken into consideration is that each of the learner or 
setting factors is not independent of the others. For example, students’ motivation or level of proficiency can be 
related to the role of English in the country or education. Here, nine factors relating to the learner, setting, means, 
and situation within the three contexts have been taken into account to see how they differ, what conclusions we can 
draw and what suggestions we can make. 
4.1. Students’ level of proficiency in English 
Students’ level of proficiency in English is an important consideration. It affects our   decisions regarding the 
content, the type of tasks and activities, ordering, and how much weighting we give to form or function. In an EFL 
context even L1 reading proficiency can not contribute to L2 reading performance unless students reach a certain 
level of L2 proficiency (threshold hypothesis _ Commins 1979). Lee and Schallert (1997) and Spector-Cohen et al. 
(2001) point out that learners need to establish some knowledge of an L2 per se before they can successfully draw 
on their L1 reading ability to help with reading in the L2. The analysis indicates that, in the three contexts studied, 
Indian students coming to university with an English-medium background are the most proficient ones and 
outperform the others. They have been exposed to real English in use and mostly have acquired English. Indian 
students with a non-English medium of instruction and Iranian students have low level of proficiency. However, 
considering the context of India, Indian students with non-English medium of instruction can improve their English 
proficiency faster than Iranian students for the following reasons: 1. the context of India is an ESL context with 
English used in almost every aspect of their social and academic life, providing ample exposure to English, 2. 
knowledge of English is so vital and can mean failure or success for their academic and professional life. So, there 
are three different situations with regard to students’ level of proficiency each requiring a different treatment.  
     It seems that a dynamic syllabus which takes students’ level of proficiency into consideration, along with other 
factors, can adjust itself well to specific contexts. Proportional syllabus proposed by Yalden (1983) and 
Complementary Pyramid Syllabus Design (CPSD) elaborated by Spector-Cohen et al. (2001),  figure 1, can be 



















Fig.1:  Complementary Pyramid Syllabus Design (CPSD): a principled eclectic approach 
adopted from Spector-Cohen et al. (2001). 
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Proportional syllabus is, as a matter of fact, merging analytic and synthetic syllabus proposed by Wilkins (1976) and 
later modified by White (1988) in the name of Type A and Type B syllabus. If one advocates including Type B 
elements in syllabus, as it is the case in ESP course design, but recognizes the existence of a threshold proficiency 
level, then a global syllabus which encompasses all proficiency levels would have to include elements of both Type 
A and Type B syllabi. The important consideration here is that the lower the level of students’ proficiency, the more 
focus will veer towards form and the higher students’ proficiency, the more focus will veer towards interactional and 
functional components. The syllabus needs to be dynamic, not static, with ample opportunity for feedback and 
flexibility. The shift from form to interaction can occur at any time and is not limited to a particular stratum of 
learner ability (Yalden, 1983). She suggests (p.124) that different elements (linguistic forms, functional, discourse 
and rhetorical components, specialized content and surface features of language) be emphasized in different 
proportions at various phases of language learning. 
4.2. Immediate or delayed needs 
Indian ELT and ESP teachers can avail themselves of their students’ immediate needs since these needs provide 
students with a good reason and motivation to learn English. Moreover, because the subject matter courses that run 
parallel to English course are in English they can provide additional exposure to English. Iranian students, by 
contrast, have delayed needs. Meanwhile, in some advanced level and high ranking universities students’ needs may 
fall on the continuum between these two points. The subject courses, in Iran, are taught and assessed in Persian. 
Students often do not need English much in the early years of the course, but may well need to consult English 
sources when they write their dissertation in their final year. In Iran, due to students delayed needs, the course 
designers can extend the course till the final year leading students from declarative skills toward procedural skills 
gradually. Dudley-Evans and St John(1998, p. 149) observe: ‘We believe that there is a strong case for running EAP 
components in the final year  rather than in just the first or second years, or at least ensuring that the course 
continues till the final year. There is certainly a case for running a short intensive course on presentation skills or 
writing in the final year if that is when such skills are needed. Interestingly, we have noted that running courses in 
the final years of the academic course is another factor that contributes to the raising of the status of ESP courses.’ 
4.3. Motivation 
Students’ motivation and attitude to the learning of English need to be taken into consideration in any language 
planning and course design. The comparison of Iranian and Indian students’ motivation and attitudes towards 
English indicates a great difference. Sheorey’s (2006) research indicates a strong motivation and desire among 
Indian students. As Sheorey (2006, pp. 19&37) holds, students’ desire to learn English appears to be clearly 
associated with their perception that English has a utilitarian value in the Indian context and is the ticket to well-
paying, professional jobs, to establishing one’s professional credibility, and to achieving social and economic 
success. In other words, as others have also reported (e.g., Agnihorti and Khanna,1997, pp. 83), a majority of Indian 
students are mostly instrumentally motivated to learn English. In Sheorey’s (2006) personal and group interviews, 
students in non-English medium schools openly expressed their frustration with their lack of proficiency in the 
language, worried about their career prospects because of the shortcoming, and repeatedly asked if there were any 
specific techniques to improve their English in a hurry. They indicated, almost without exception, their strong desire 
to learn and use English in their academic and social life and considered mastery of English to be an asset.  
     In Iran, however, the situation is different. Iranian students do not appreciate the importance of English in their 
immediate context. English is not a decisive factor in their career and social life. Even in education it is not a means 
of achieving superiority as it is in India. The language of instruction and evaluation at all stages of education is 
Persian. 
4.4. When the course takes place (pre-study, in-study, post-study) 
The division of courses according to when they take place has three implications. First, this division will affect the 
degree of specificity that is appropriate to the course (Dudley-Evans and St Johns, 1998, p. 6). As we move from 
pre-study towards post-study the degree of specificity increases. Second, the timing of the English course can affect 
the students’ motivation and performance. Research   suggests that more specific and subject-related courses have 
been more successful in motivating students and really meeting their needs. Introducing first year students to the 
basic underlying content schemata of the subject and formal schemata (Carrell, 1983) of the writing tasks expected 
of students is affective in both motivating students and bringing about improvement in their performance in subject 
courses (Mparutsa et al., 1991; Love, 1991 and 1993; Starfield, 1994, cited in Dudley-Evans and St Johns, 1998, p. 
37). Third, Crofts (1977 cited in Swales, 1980, p. 67) suggests that EAP material should concentrate on material that 
is parallel to the main subject course, but is not actually part of it; topics that could have been included in the main 
course, but were not. Consulting the head of the department, the subject matter teacher about the subject courses that 
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run with English course simultaneously, can help language teachers cooperate, collaborate and team-teach with 
subject teachers. 
     In most ESL/ EFL contexts, including Iran, English is often taught in the first year of the academic course. 
Dudley-Evans and St Johns (1998, p. 40) believe there is a case for delayed or additional teaching of English in the 
final years. They (ibid) also refer to delayed needs as those that arise either in the final year (e.g. project work) or to 
communication needs in the future. While teachers on training courses readily accept this idea, very few (if any) 
reports exist in the EAP literature of experiments on the timing of the English course. Swales (1984) points to a loss 
of confidence in English Language Centres that concentrate exclusively on first year support work and suggests the 
expansion of their role to the teaching of ‘research English’ to postgraduates and young academic staff.  
     In India, the immediate need for knowledge of academic and specific English requires giving more priority to 
pre-study and in-study EAP/ESP courses compared to Iran. In both countries there is a case for delayed or additional 
EAP/ESP courses in the final years. In the final years, students more readily appreciate the value of academic skills 
such as project work, paper writing and presentation, case report, etc. thanks to their good command of the 
conceptual issues in their respective fields and the requirements of their profession. This, in turn, helps them to 
benefit more from the delayed instruction.   
4.5. The type of situation 
As Dudley-Evans and St Johns (1998, p. 34) put: ‘The key determinant of what an EAP course should contain is 
whether or not the subject course is taught in English’. They (ibid) elaborate on four types of situations at tertiary 
level. They also warn that teachers need to think carefully about whether the success claimed for one kind of 
situation will transfer to another. The four types of situation according to Dudley-Evans and St Johns (1998, p. 35) 
are: 
   1. An English speaking country such as UK or USA 
   2. An ESL situation where English is the official language of education and is widely 
       spoken , as in former British colonies in Africa or South East Asia  
   3.  A situation in which certain subjects such as medicine, engineering or science, are 
       officially taught in English, while for other subjects and at other levels of education 
       the national language is used. One example is Jordan. 
  4.  A situation where all the subject courses are taught in the national language, but  
       English may be important for ancillary reasons. Iran is a good example. 
     Students’ cultural background, L2 proficiency, communicative abilities vary in the four situations mentioned. 
The most complicated context is that of item 4, where lower level of exposure to English hinders students' L2 
proficiency. This indicates that, in EFL context, the ESP/EAP course designers and material developers’ task 
becomes very complicated and demanding. Along with discourse and genre specific factors, students’ L2 
proficiency needs to be addressed in ESP course books. Tertiary students in EFL context (e.g. Iran) are not equipped 
with the required linguistic and communicative abilities to embark upon specialized English.  The context of Iran 
and India are extremely different and require different courses to meet the needs of each particular context. Even 
within each context there are varieties. As Dudley-Evans and St Johns (1998, p. 171) hold: “In some situations, 
where English is a foreign not a second language, the ESP classroom may be almost the only source of English. 
Materials then play a crucial role in exposing learners to the language, which implies that the materials need to 
present real language, as it is used, and the full range that learners require”. 
4.6. Management and administration 
Holliday (1994, p. 4) distinguishes between BANA ( British, Australian, and North American) context in which 
there has been considerable freedom to develop classroom methodology as a sophisticated instrument to suit the 
precise needs of language learners, and TESEP (Tertiary, Secondary, and Primary English Language education in 
the rest of the world). In TESEP context teaching of English is part of a general curriculum and as such serves the 
policies and goals of a wider education system. Thus the teaching facilities, hours of instruction, and the class size 
are affected by the entire education system. Even the teaching style of the English language teachers is, to some 
extent, constrained according to the teaching style of peer teachers in other subjects. ELT/EAP/ESP teachers need to 
be given more freedom and responsibility. As Breen (1987) puts: “A major priority of the designer is to provide a 
framework which enables teachers and learners to do these things themselves and, therefore, create their own 
syllabus in the classroom in an on-going and adaptive way”.  Moreover, almost all ELT theory, training and 
methodology come from the so-called BANA countries and ESL reasoning and methodologies from English-
speaking countries are often not applicable to many EFL situations. Teachers in Iran and India complain about the 
restrictions imposed by policies and goals of a wider education system and a general curriculum. Over-centralization 
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of educational policies and practices and the endemic inflexibility of system not only stifle innovation but also, as 
Sheorey (2006, p.20) puts, create a flow-with-the-current, passivistic resignation among resourceful and well-
motivated teachers. The three levels of cooperation _ cooperation, collaboration, team-teaching, proposed by 
Dudly-Evans and St Johns (1998, p. 16, 42-47) can be considered as an effective way to improve the level of 
cooperation and interaction between language teachers and subject teachers. This in turn can develop to more 
interaction and cooperation between teachers and managements.  
4.7. Teachers 
As an EAP/ESP teacher your success depends, to some extend, on how your students have been taught by other 
teachers and how you want to teach them. In planning a language program it is therefore important to know the 
kinds of teachers the program will depend on and the kinds of teachers needed to ensure that the program achieves 
its goals. 
     Most teachers in Iran have very heavy teaching loads or teach in several different institutions for several reasons. 
This is a major hindrance for innovation and creativity and teachers, as a result, stick to their routine and old 
materials because trying out new syllabi or materials means disrupting their routine without offering them any 
financial or other kind of advantage. There are, of course, few teachers who welcome the chance to try out new 
syllabuses or materials. 
     There is another major problem regarding teachers of ESP in Iran. In most universities in Iran, whether the EFL 
teacher or the specialist in the field should teach ESP course, is the matter of controversy for English language and 
subject departments and most of the time subject teachers teach ESP. Although subject teachers are familiar with the 
conceptual framework of the subjects students are supposed to study, they are not trained in English teaching. The 
classes are restricted to reading the texts and translating them by the subject teachers. Students are assigned to 
translate some pages from articles related to their subjects. They take on a very passive role and no innovation, 
creativity, and variety of tasks and activities can be observed in their classes. The subject teachers, also, have major 
problems in pronunciation. Furthermore, an innovative and resourceful ESP course designer may find it difficult to 
transfer his rationale and methodology to an unqualified teacher. It should also be mentioned that some language 
teachers don’t volunteer to teach ESP courses since they don’t want to disrupt their routine teaching _ teaching ESP 
requires learning about the conceptual and discoursal framework of the subjects students are studying. This requires 
a lot of time and commitment. 
     In India, some universities do not offer any English preparatory course or ESP course and non-English medium 
students experience a direct and swift shift to an English-medium system. The teachers in those universities that 
offer English preparatory or ESP courses mostly have degrees in English literature, translation studies or linguistics. 
Interview with these teachers and observation of their classes indicates that although some of them have great 
language proficiency_ considering the large number of universities, teachers, and students _ most of them do not 
keep abreast of the recent developments in English language teaching; therefore, new innovations have not been 
translated into the teaching of English and ESP in most Indian universities. Here are some suggestions: 
1. Teachers need to enjoy stability and good financial status. As long as they are striving to make ends meet, you can 
not expect them to reduce their heavy teaching loads and give more priority to their professional activities. 
2. Young and ambitious teachers seem to be more flexible and innovative. So teacher education centers need to 
address this issue and people in charge should be very selective in employing young, creative and knowledgeable 
teachers. 
3. Resourceful and well-motivated educators should be appointed as the coordinators to encourage and organize 
group work and oversee the whole project. 
4. Regarding the controversy over whether the language teacher or subject teacher should teach ESP in the 
universities of Iran, language teachers should be encouraged to take on an active role in ESP teaching 
constructively. This can be achieved by cooperation and interaction between English language teachers and subject 
teachers. The three levels of cooperation _ cooperation, collaboration, team-teaching _ proposed by Dudly-Evans 
and St Johns (1998, pp. 16, 42-47) can be considered as an effective way to improve the level of cooperation and 
interaction between language teachers and subject teachers. It also results in a set of materials that are at the right 
linguistic level for the students, and have validity from the subject point of view.  
4.8. Time availability and the length of the course 
Time availability and the length of the course determine whether the course is going to be intensive or extensive. 
The content, tasks and activities, scope and sequence of the course are also mainly affected by time and length 
factors. Scope, according to Richards ( 2001, p.149), is concerned with the breadth and depth of coverage of items in 
the course. If more importance, time, and length is given to EAP/ESP education, course designers will have much 
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better perspectives on the content specification, sequencing, and breadth and depth of coverage of items in the 
course. This, also, allows course designers much room for manoeuvre. 
     In Iran ELT/EAP/ESP courses are very short and limited with regard to an EFL context. Undergraduate students 
take only a 2 or 3-credit course in ESP and postgraduate students take an additional 3-credit course. These courses 
are offered in the first and second years of their studies. ESP course design in Iran is greatly constrained by the time 
and length of the course limitations and is a challenge for course designers. They need to take this limitation into 
consideration along with the fact that the context of Iran is an EFL context and that the language of instruction is not 
English. The course also needs to compensate for students’ low English proficiency (that was elaborated earlier) 
along with their academic and specific English requirements. 
     A course for Indian students with non-English medium background is also challenging considering the fact that 
they have immediate needs. Their courses need to be more intensive and more time should be allotted. In some 
universities in India there are some short preparatory courses but there are some universities that do not offer such 
courses and non-English medium students experience a swift shift to an English-medium system of instruction. This 
needs to be addressed by people who are in charge. Not only should they provide preparatory and ESP courses for 
students but also the course should be long enough to cover all the necessary skills and qualifications. 
4.9. The socio-cultural environment 
This can often determine the suitability of both materials and methods. For example, some textbooks contain topics 
inappropriate to the setting, and some classroom methods require an unacceptable set of teacher and learner roles 
(McDonough and Shaw, 2003, p.8). Needless to say, local teachers and designers are reliable sources in determining 
the suitability of both materials and methods. This issue is more significant in designing General English books as 
there are a variety of topics that can be included in any integrated and multi-syllabus course. Hyland (2006, p.43) 
points out that cultural differences potentially include the following: 
¾ Different linguistic proficiencies and intuitions about language. 
¾ Different learning experiences and classroom expectations. 
¾ Different sense of audience and self as a text producer. 
¾ Different preferences for ways of organizing texts. 
¾ Different writing, reading and speaking processes. 
¾ Different understanding of text uses and the social value of different text types.  
By recognizing these potential differences teachers can ensure their classroom expectations, teaching practices and 
assessment procedures are fair and affective.  
5. Concluding remarks  
It should be clear from the foregoing that EAP/ESP course design and materials development is a multi-faceted and 
dynamic process which requires a high degree of particularity and practicality. It, therefore, needs to be based on a 
comprehensive framework which addresses learner and setting factors and covers all aspects of needs analysis, 
means analysis, and situation analysis. The fact that needs, situations, means, expectations, and student resources 
vary among and within nations indicates that course design and teaching need to be negotiated and dynamic 
processes and that each community of students in the world is unique, in a sense, and requires a particular course 
which is based on their particular needs, resources available, social context, and educational background. This, also, 
implies that EAP/ESP materials development should be, to a great extent, a process of local relevance and 
significance. As a result, EAP/ESP practitioners need to take a more active role and let in the air of modern practical 
thinking and rethinking in a renewable system and attempt to carry out research-based and localized materials 
development and course design to satisfy the needs of their local students. In so doing, the production and 
presentation of ESP materials need to be the outcome of teamwork if we intend to achieve satisfactory results. 
Needless to say, empowering students by equipping them with a repertoire of strategies and capacities to become 
independent, autonomous learners should be a top priority, considering the limited time allocated for EAP/ ESP 
courses at tertiary level.  
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